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FROM THE EDITORS 
Just one year ago the Journal suspended operations be-
cause of fiscal problems initiated by the state administration. 
We survived. 
Again this year the University has been singled out for 
drastic budgetary cuts. The impact of these cuts if upheld 
by the Illinois State Legislature could have important effects 
on the operations of such entities as the Journal. 
When we can look back from the end of this decade we 
will be able to smile about the trials of our infant publi-
cation. The not-quite-knowing if the funds will be there 
when you go to press. The lack of a reservoir of materials 
when you return those on hand when publication pauses. 
These will have been but the buzzing of gnats about our head. 
We look forward to more settled years when we may 
smile more f::.-equently; but, at the same time, we con-
tinue our drive to put the concerns of the Faculty of Edu-
cation at Eastern Illinois University into print. 
R. V. S. 
P. S. We welcome a new feature this quarter as we print 
excerpts from letters from readers of our juurnal. 
FROM THE READERS 
Dear Dr. Shuff: 
The February 1970 issue of the Eastern Education 
Journal has just come to my attention. I am not sure that 
I have seen other issues of your Journal, but if they have 
been as interesting as the current one, I missed a publi-
cation of importance. 
May I take this opportunity to congratulate you and your 
associates at Eastern Illinois University for publishing the 
Journal. The selection of articles represents the broad 
concerns of Eastern Illinois, ranging from its commitment 
to education overseas to the improvement of the preparation 
of teachers in the United States. The American Association 
of Colleges for Teacher Education is proud of the leadership 
which your University provides in a wide range of offerings 
at your institution. 
Edward C. Pomeroy 
Executive Director 
American Association of Colleges For Teacher Education 
Washington, D. C. 
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••••• I have been closely associated with two such pro-
grams. Youngstown State University, Youngstown, Ohio, 
has a fine program that is a separate course and required 
of all education majors. I have co-authored an article that 
describes the program and it appeared in the Spring 1968 
issue of Improving College and University Teaching. 
When I was employed at Tarkio College, Tarkio, Mis-
souri, one of the first things I did was institute a separate 
pre-student teaching laboratory course •••• 
Samuel D. Aven 
Education Division Chairman 
Tarkio College 
May I extend my congratulations to you, your staff and 
the Faculty of Education relative to the recent February, 
1970 is sue of Eastern Education Journal. 
In reviewing the contents of this particular is sue, I 
found each of the contributions stimulating, challenging and 
truly innovative. Perhaps a quotation may be st describe 
what I think - "thoughts that breathe and words that burn, 11 
B. Everard Blanchard 
Direcbr - Education Field Services 
Coordinator - Graduate Programs Office 
DePaul University 
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TO PARTICIPATE OR NOT PARTICIPATE 
William J. Crane 
Faculty participation in governance is not a topic that 
can be analyzed from a position of generality. At least 
four factors must be taken into account in any discussion 
of the subject and specific recommendations for mainten-
ance or change must be classified into multiple areas of 
effect. The components of faculty participation in its pres -
ent state are the ( 1) diversion by the administration, 
(2) preoccupation of the faculty, (3) lack of reward, and 
(4) lack of actualization. All of these are centuriatea by 
the force of size, purpose, expectations, and personality 
characteristics and any application of a theory of govern-
ance must be applied to specific schools in order to see 
the actual effect. 
For many years, faculty participation has been accept-
ed as a policy, but limited as a practice. There is little 
disagreement with the philosophy of participation. Since 
a faculty member belongs, he should take part in the direc-
tion of an institution and should have hopes of preserving 
or improving higher education as it rests in the total 
structure of our society. To divorce himself from the 
process of higher education or even from his institution 
is non-ethical. In his characterization of the "local" and 
the "cosmopolitan" professional, Alvin Gouldner accepts 
at least a minimal tie to the institution. ,:, 
Diversion by Administration 
Limitations on operative functioning have not been 
direct or authoritarian in all instances. It is impossible 
,:,Alvin W. Gouldner, "Cosmopolitans and Locals· 
Toward an Analysis of Latent Social Roles", Administra-
tive Science Quarterly, Vol. 2, 1957, p. 291. 
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for a governing board or a president to say, "You shall 
not pass advice. " Such a statement of objection would not 
fit the rational atmospere of a university, and, if made, 
would bring down the ,full wrath of the AAUP, CLU, AAC, 
and CIA. There would be investigations, polemics, in-
junctions, censure, and perhaps even the withholding of 
federal funds. However, authority can be delineated more 
quietly, but just as firmly through the "democratic pro-
cess". Using this patriotic device, standing and ad hoc 
committees can be concocted. The strength of a faculty 
can be diluted sufficiently to lead to nothing at all. In the 
process of committeeing, structures must be built for the 
purpose of line and staff functioning. Thus, all partici-
pating members can observe by involvement the need for 
clear authority and it does not seem to end up in faculty 
hands. An additional gambit sometimes used is the ''devil's 
reference". Here, the administrator demands nothing. 
He states the case simply with the manner of a teacher 
toward a retarded child. His statements are prefaced by 
"The Board says •.• '' or "The Legislature won't allow,. 11 
In this way, the higher authorities are used as faceless 
boogeymen who are so far beyond the ken or reach of the 
faculty that further dialogue is impossible. 
Preoccupation of Faculty 
It is true that governing groups and administrators 
have preferred a form of inactive participation - through 
unexpressed attitudes or quiet words rather than observ-
able behavior. But, the basic limitation has been the 
teaching activity itself and the professor's adherence to a 
discipline of study. Not everyone agrees that active par-
ticipation is a requirement for successful growth or even 
for continued plodding production in a university or col-
lege. The highly allied professor who responds only to 
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his field of study accepts the institution as a vehicle for 
the advancement of the discipline and, parenthetically, of 
himself. Any institution, having respectable facilities and 
a reputation, will do. The dedicated teacher ignores par-
ticipation because he is lost in the development, through 
the application of knowledge, of his students. The highly 
allied and the dedicated will interrupt their preferred ac-
tivities at irregular hours to serve on an occasional com-
mittee or council. As soon as the stint is over, he re-
turns joyfully, in a modest way, to his office, lab, or 
classroom. 
So higher education has proceeded for generations. 
There have been variations of these pictures at universi-
ties and colleges of different size. The most complete 
pictures have been visible at the large schools. A vaguer 
image has been noticeable at smaller ones where the staff 
has not always continued the participation stereotype. At 
the smaller colleges, there are fewer places for the dis-
cipline-oriented to practice to the exclusion of everything 
else. The physical facilities serving as a base for the 
ivory tower are lacking and the interruptions are too many. 
The assumption of close student-teacher interrelationships 
seems to be taken almost literally by both groups and 
students tend to interrupt professors with conversation. 
Then, too, the former teachers colleges, while implement-
ing close interrelationships, do not require or revere 
head-of-a-pin scholarship. The extreme of specialization 
found in a multiversity simply does not exist in the smaller 
institutions. The respect for the Eunuch of Academia 
simply does not exist. 
The multum in parvo of expertise can be found on the 
large campus. Buildings, money, equipment, and worship 
are available to the man who wants to specialize. He in-
dulges himself for personal reasons. He has a tremendous 
urge to achieve, to have his name perpetuated, or to be 
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recognized as a king among vassals. He may also want 
to be known as a prince among paupers, since the exten-
sive federal support for research can go far toward sup-
plementing his university salary. Some few professors 
surround themselves with research and the appurtenances 
thereof in order to avoid crowds. They can isolate them-
selves from the demands of people. Many more otherwise 
normal-type professors are motivated toward research by 
the simple demand to publish or else. None of these in-
dividuals want to participate in institutional governance or 
feel that they can make more than a momentary effort in 
that direction. Participation also interrupts. 
The teaching function, whether at a large, medium, or 
small institution restricts participation in governance by 
a faculty member. A good course requires effort and 
learning to teach takes time. College professors have no 
training in teaching methods and no supply source to help 
them. They have to learn by themselves. The neophyte 
comes to his first job full of confidence and facts. He 
has had innumerable exposures to facts and he knows a 
lot. He also knows that he knows and he is ready to re-
lay the facts and his interpretation of them to the masses 
slavering for his attention. As he approaches the podium, 
he has a brief moment of hesitation - How do I do it? 
Since he has no methodological background to tap, he 
teaches as he was taught. The process of imitation fits 
well with his feelings of identification and projection al-
ready developed and he forges ahead into the morass of 
higher education. 
If the freshman professor wants to do a worthwhile 
job of teaching, he has to spend a great deal of time. He 
has to follow the rapidly expanding and changing movements 
of his discipline. He has to study, read, and research. 
He may even examine his teaching methods for effect, 
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validity, and meaning. All of these necessities take time 
and effort and apply not only to the freshman, but to the 
junior and senior. This may account for the fact that all 
professors are tired. 
Lack of Reward 
It must be recognized and sadly admitted that a cer-
tain amount of selfishness also restricts faculty participa -
tion in governance. Up to this point in the history of 
higher education in America, there has been little reward 
for anything other than direct educational enterprise. Long 
ago, an active professor was kept active until there was 
an opening for a Dean. He then became Dean and his 
allegiance changed. Now, as a member of the adminis-
tration, he took a hand in limiting faculty participation 
with the same zeal he had previously displayed in trying 
to extend participation. But, for the non-Dean, there was 
no reward. The "activist" was an "obstructionist", and 
his rewards, when they were presented, were miniscule 
at best. He received notice when increments were award-
ed, but the notice was more often negative than positive. 
He did not receive recognition in any form that might be 
meaningful to his colleagues or to the public. As a self-
ish man, at least somewhat, he felt that obstructism 
wasn't worth it, so he became a research specialist or 
minded his own teaching business and wrote letters to 
editors. 
In recent years, spurred by a number of social vari-
ables, activism has become more popular. More faculty 
members are writing and speaking about the committment 
to participant administration. As the force of numbers 
takes effect, changes in structure will have to be made 
and new rewards will have to be developed. For example, 
full professorships are sometimes given to outstanding 
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participating faculty members. It may be that new titles 
or new amounts of money could be applied as rewards for 
the extreme efforts of contributing members of the aca-
demic community who are trying to help their institutions 
move. 
Lack of Actualization 
Finally, as an adjunct to the other forces, but of suf-
ficient strength to be weighed by itself is the lack of actu-
alization following participation. Frequently, even after 
overcoming the other hindrances to faculty participation, 
nothing is actually done. When one engages in an attempt 
to discover, define, or report processes devoted to the 
clarification or improvement of society's problems, one 
prefers visible reactions. All too frequently, these are 
not forthcoming and as a result, participation is discour-
aged and individual frustrations remain. In other words, 
the recommendations of faculty groups or of individual 
professors should be acknowledged and implemented. Re-
gardless of chains of command and rationalizations regard-
ing funds or legislative liability, evidence of actions or of 
attempted action should be provided to the faculty. Grant-
ed that our present forms of academic administration are 
restrictive in what can or cannot be done, couldn't greater 
leeway be devised? Has the oft-repeated aspect of respon-
sibility been subverted? 
Rather than attaching the purely advisory feature to 
faculty participation, let us expand into an area of assigned 
responsibility. It would not be incomprehensible to ima-
gine fairly complete authority for the institution being 
vested in a faculty Senate. One could even imagine a 
President as a chairman of such a group with a single 
vote in policy and decision-making, but full responsibility 
for implementation and organizational matters. Since 
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Boards of Regents are notably ignorant of the intricacies 
of higher education and must be educated before they serve 
wisely, could we have them trained and advised by a group 
rather than by one man? 
Recommendations 
More research needs to be done. This not unfamiliar 
conclusion is certainly valid, but an opinion can be ex-
pressed. A readaptation of administrative attitude is re-
quired - including Deans, Vice-Presidents, Presidents, and 
Regents. A willingness to share decision-making and 
responsibility has to replace the urge to distribute from a 
single source. Academic atmosphere, including class lead 
and clerical assistance, has to be rethought in terms of 
lessening the pressure of work for professors who parti-
cipate. Here, too, a willingness to serve has to be recog-
nized as a part of the job of professoring. Rewards in 
terms of higher increments, fringe benefits, and institu-
tional awards for effort have to be developed to encourage 
and reinforce participation. Direct action of some sort 
must follow the deliberations of faculty councils. At very 
least, a description of steps taken as a result of faculty 
advice should be returned to the people who participated 
and to the whole faculty. All or any of these additions 
to the form and policy of an institution should result in 
more wholehearted participation by faculty members who 
are capable of making real contributions. 
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RECENT TRENDS IN READING 
Marian Wozencraft 
Four reading areas are very much in the news at pres-
ent· ( 1) teaching children to read at an earlier age; 
(2) psychological bases for reading; (3) the language exper-
ience approach, and (4) linguistics and reading. Each will 
be briefly described in this paper. 
1. Earlier Teaching 
Teaching reading to children of earlier years is being 
advocated by a number of sources. Probably the extreme 
proponent of this is Glen Doman, the author of How to Teach 
Your Baby to Read. Dr. Doman, who graduated from the 
University of Pennsylvania School of Physic~l Therapy in 
1940, is now the Director of The Institute for Achievement 
of Human Potential at Philadelphia. He recommends sur-
rounding your baby with visual representations of printed 
words, on large cards, from an early age - 7 months - so 
the child becomes as familiar with the visual images as he 
does with the spoken words. Any ambitious mother can 
make these cards herself, but they can also be bought for 
$7. 50~ a set. Over 80,000 sets have sold so far. It is not 
uncommon to step into homes where printed labels appear 
on all furniture for the benefit of the small toddler. 
The electric typewriter in the nursery school is being 
tried at Hamden Hall, Connecticut, and at Freeport, Long 
Island. This was developed by Omar Khayyam Moore, now 
at the University of Pittsburg. The McGraw-Edison Com-
pany has developed a typewriter which "says 11 the letter the 
child presses, and later can be changed to say the sound, 
or the whole word being typed. Two- or three-year-old 
children seem to have successfully taught themselves to read 
as a result of being placed in a booth where they could ex-
periment with the typewriter. 
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In addition to these more revolutionary experiments for 
teaching young children, there are regular school systems 
which are moving more formal work in reading into the kin-
dergarten. Some schools are using the regular first grade 
readiness books in the kindergarten instead of in first grade; 
others are developing programs to build readiness system-
atically, but through group activities rather than through 
workbook. materials. An example of a school system which 
has been experimenting for several years with a kindergar-
ten program is Denver, Colorado. They have used TV films 
for parents and have held workshops for parents of pre-
kindergarten age children. The mother brought her child 
to a school every other week, where two kindergarten teach-
ers led the workshops; one took the children into a kinder-
garten room while the other talked to the parents about how 
to help their children at home - through language experi-
ences and story books. Contrary to popular opinion, the 
workbooks developed by McKee and Harrison were not being 
used in the Denver kindergarten, but the experiences recom-
mmended in those workbooks were being used. 
2. Psychological Bases for Learning 
Renewed interest is being expressed in psychological 
theories of learning. For the past few years there seems 
to have been a "cold war" between stimulus-response psy-
chologists and gestalt psychologists about how to teach read-
ing. Perhaps "cold war" is an inappropiate terin, since 
most of the "war" has been attacks on "gestalt" psycholo-
gists made by the stimulus-response people, and there is 
not much in the way of an "answer" by the gestalt psychol-
ogists, who seem to be continuing with positive programs 
such as the Language Experience approach, and who do not 
seem to feel the attacks are worth answering. 
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Hunter Diack devotes the first part of his book, Reading 
and the Psychology of Perception, to "The Rise and Fall of 
Gestalt Theory." He has extravagant words of praise for a 
book, Reading: Chaos and Cure, by Terman and Walcutt. 
The "gestalt psychologists", according to him, are victims 
of the false ideas that children "see words as wholes" and 
are led astray by the "attractive idea of insight. 11 Diack 
points out that "Gestalt theory is becoming more and more 
discredited among psychologists. " 
A whole college course could be devoted to the neuro-
psychological approach and to problems of dyslexia and the 
brain-damaged child. A recent publication of the John Hop-
kins Press, edited by Money, is entitled Reading Disability, 
Progress and Research Needs in Dyslexia. Carl Delacato, 
in his book, The Treatment and Prevention of Reading Prob-
lems, discusses, among other things, the relationships 
between sleep pattern of the young child and reading. Good 
readers, according to him, have a specific sleep pattern, 
with the head facing the subdominant hand and with the sub-
dominant leg flexed. 
Since material of this nature, while offering some prom-
ise for research, leads us far astray from the practical 
classroom problems, no further reference will be made to 
it. It has only been mentioned to point out, in case anyone 
needed cautioning, that the problems of reading are not as 
simple as the public assumes. 
Psychological theories such as Bruner' s statement, 
made in the Process of Educatio]l, to the effect that any-
thing can be taught at any age, give rise to the problem left 
for educators of finding the appropriate materials which can 
be used in teaching "any concept at any age". To some ex-
tent the truth of this statement has been demonstrated in 
mathematics, where Cuisenaire color rods aid a young child 
to understand principles of mathematics, and in economics, 
where material developed by Lawrence Senesh on division 
-16-
of labor, wants, needs, has been used successfully in the 
first grades of the schools of Elkhart, Indiana. 
The door has been opened for experimentation with dif-
ferent ways of presenting reading material which appeal to 
the various senses. Touch, as well as sight and hearing 
and saying, is called into play. An example of this, pre-
viously referred to, is the electric typewriter, which ~ 
the letter when the child presses the key. The Montessori 
sandpaper letters which the child feels while he is blind-
folded and then identifies when the blindfold is removed are 
another example. Little Goody Two-Shoes, who carried 
around a basket of wooden letters to teach children the al-
phabet, and who used a talking raven to make learning fun, 
probably was not too far off the track, even though she 
taught (fictionally) two hundred years ago. She used the 
sense of taste, too, and let children eat bread letters after 
they learned them. 
3. The Language Approach to Learning 
In spite of the attacks on the 11 gestalt 11 psychology, some 
educators have never abandoned reading methods based on 
learning as a total process involving all the communication 
areas of listening, speaking, reading, and writing. An ex-
ample of this is the language-experience approach, at San 
Diego County, California. In 1943, Lamoreau and Lee pub-
lished a little book, Learning to Read Through Experience, 
which has recently (1963) been re-written by one of the 
authors, Dorris M. Lee, together with R. V. Allen. (The 
Language textbooks published by Allyn and Bacon refer to 
a similar method.) The book, Learning to Read Through 
Experience, describes an approach based on a sequence of 
language experiences leading to reading. The book stresses 
the fact that reading is not saying words, but expressing a 
thought or idea; it is not treating words as isolated symbols 
-17-
but treating them as essential parts of a whole thought; and 
it is not working one's way through a sentence by various 
word analysis skills, but rather relating the whole pas sage 
to an idea. Twenty stages in reading are mentioned, in-
cluding sharing experiences, discussing experiences, dic-
tating, reading what was dictated, making books, and so 
forth. Superficially, this approach seems to be just the 
same as the old Experience Chart approach, but in its new 
form, it pays more attention to sequence, methods, and 
linguistic principles. The language-approach to reading may 
prove to be one of the more promising approaches of the 
future. However, there is little question that it will be 
slow in taking hold, since it demands creative teachers who 
are able to develop their own materials afresh with each 
new class of children instead of relying on already devel-
oped commercial materials. Probably not until the schools 
actually employ teacher aides on a large s~ale, so that much 
of the mechanical work of printing up charts and booklets 
is done by lower-paid assistants, will this method become 
very popular. However, commercial materials for this ap-
proach are now being published by the Encyclopedia Britan-
nica Company. 
4. Linguistics and Reading 
The great emphasis upon work in phonics seems to be 
giving way to stress on work in linguistics. Many teachers 
are hard-pressed to explain the difference to parents or 
colleagues. Linguistics and reading seem to be going into 
two directions--probably at once. One emphasis is upon 
phonetics or speech sounds. The other is on patterns of 
sentences and oral speech as related to reading. In this 
connection, if you learn the terms stress, pitch, and junc-
ture, you will have a good over-all idea of the direction of 
the thinking. Stress refers to the accent or emphasis given 
to a word or syllable; in English, only one word in a sen-
tence customarily receives primary stress. Probably no 
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foreigner ever learns to speak another language with the 
same stress a native gives it. Pitch refers to the' risix!g 
or falling inflection; most statements end with falling pitch 
(fade-fall terminal), although some, especially questions, 
end with rising pitch. Juncture is the pause between words; 
its change in location is what makes the difference in the 
childhood rhyme, "You scream, I scream, we all scream 
for ice cream. 11 
Reading series using a "linguistic" approach are now 
published by a number of companies, with such linguists 
as Charles C. Fries, Henry Lee Smith, and Charles C. 
Walcutt as senior authors. A "Sound of Languages" series, 
by Bill Martin, Jr. offers good language analysis exercises, 
including transforming sentences. Paul Roberts is the 
author of an English series which teaches transformational 
grammar as early as third grade. Sullivan Associates have 
workbooks in a "Programmed Reading" series which use 
the linguistic approach and allow children to proceed at their 
own rate through very attractive child-centered exercises. 
The American Book Company has a new linguistic series by 
Marjorie Johnson and Roy Kress, which uses the natural 
language of the child. The increasing availability of well-
designed materials means teachers will need to learn more 
about linguistics through NDEA Institutes, college classes, 
and in-service workshops. Two books, Linguistics and the 
Teaching of Reading, by Carl A. Lerevre, and Linguistics 
and Reading, by Charles C. Fries, are good introductions 
to the topic. 
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PAROCHIAL SCHOOLS AND PUBLIC SUPPORT 
Gerhard C. Matzner 
Parochial schools have for many years been pointing 
out that they serve a necessary public function in that they 
educate a sizeable portion of the pupils of compulsory school 
age at the expense of their membership, thereby relieving 
the public of its responsiblities toward the children served. 
They further point out that bec:ause they_ pay taxes for the 
support of public schools, they are thereby assuming a bur-
den of double taxation. Both arguments must be conceded. 
Nation-wide, one out of seven pupils in grades kindergarten 
through twelve is enrolled in a non-public school, most of 
which are enrolled in parochial-type or church-related in-
stitutions. The number involved demostrates the size of the 
burden being assumed by non-tax sources of school support. 
It has already been conceded that parents of children 
attending non-public schools are supporting two school sys-
tems. It should, however, be pointed out that parents whose 
children are enrolled in such non-public schools do so by 
choice. In a democratic society, the right of the citizen to 
make choices on personal matters must always be protected 
and maintained, provided that the exercising of that choice 
d-oes not infringe upon other citizens' right to make their 
own decisions. The right of decision-making, however, car-
ries with it the responsibility of accepting the consequences 
for any such decision made, It should be concluded, there -
fore, that parents who choose to enroll their children in non-
public schools must be granted the right to do so. However, 
they should tre willing to assume all responsibilities, in-
cluding the financial ones, for making such a decision. This 
has been the historic attitude on the organization and sup-
po rt of parochial schools. 
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Supporters of parochial schools have frequently called 
for public support of their institutions on the grounds that 
the schools serve a socially desirable function and that so-
ciety, therefore, has the responsibility of providing re-
sources for the carrying out of that function. The courts 
have progrssively tended to support such a policy under 
the child benefit theory. The result has been the supplying 
of textbooks to parochial schools in some states, the pro-
viding of free transportation for parochial schools in prac-
tically all states, the providing of school lunch programs, 
and the providing of equipment to parochial schools 11 0n 
loan" from public school districts, in which the school is 
located, under recent federal laws providing for such equip-
ment for schools. The shared time arrangement, where 
parochial pupils attend the public schools for part of a day 
for certain specialized courses, usually the physical sci-
ences and the vocational-type courses, has been a growing 
practice, particularly on the Atlantic Seaboard. The trend 
nation-wide for the past two decades has been a gradual but 
progressive increase in the support of certain parochial 
functions with tax funds. It is interesting to note that this 
has happened in a period of American history when the gen-
eral trend in court decisions has been toward a more clear-
cut separation between church and state. 
The Child Benefit Theory, which has been the basis for 
some tax support of parochial schools for approximately 40 
years, has made possible support for what might be termed 
the auxiliary functions of the school. The result has been 
that-the amount of money involved has been relatively small. 
More recently, the justification for larger amounts of money 
being made available to private schools might be termed the 
Social Benefit Theory. This theory holds that since the 
parochial schools provide a service to society which the 
whole society would otherwise have to pay for, that society 
should, therefore, assume its fair share in paying for those 
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services. This line of reasoning holds further that society's 
responsibility should be for the support of so-called secular 
subjects. This is on the theory that to do so will not vio-
late the principle of the separation of church and state. 
which has been supported vigorously by the Federal Courts 
in recent years. The reasoning, when analyzed carefully, 
becomes somewhat tenuous because it becomes extremely 
difficult to allocate the costs of instruction when all of the 
teachers work in a single building and the budget for the 
school must, of necessity, include the total operation. Fur-
ther, relieving the school of the costs of one part of the 
program will, at least theoretically, make more resources 
available for the remaining offerings of the school. 
The Social Benefit Theory seems to be gaining an in-
creasing acceptance by several states. The "Pennsyl-
vania Plan" was enacted in the state in 1968. The states 
of Ohio, Connecticut, and Rhode Island enacted similar plans 
in 1969. All of the plans call for the state's providing funds 
for the offering of so-called secular subjects in contrast to 
the religious ones. The law is presently being tested in 
the courts and will probably be settled finally by the United 
States Supreme Court. 
The association of private schools in Illinois has been 
urging the same kind of policy in this State, presumably on 
the Pennsylvania model. In fact Governor Ogilvie, in his 
budget message in 1969, did recommend a sizeable sum for 
grants to private schools. The Legislature chose not to 
support the Governor's recommendation, and no step in that 
direction was taken. It should be assumed, however, that 
further requests for such support will be made. Governor 
Ogilvie has recommended 29 million dollars for the same 
purpose and it could be accepted in 1970. Lt. Governor 
Simon, in an address delivered in Chicago in December, 
1969, is quoted as having said that "tax support of private 
schools in Illinois is an economic necessity." Should such 
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a law not be enacted this year, it should be assumed that 
the demand for such action will be continuing, and the even-
tual prospect is for the adoption of such a policy. Only 
vigorous and continued opposition by interested parties is 
likely to avoid such an eventual step. Even then, the pro-
ponents of such a program might prevail. Schoolmen in 
other states should assume that similar plans will be pre-
sented in other states. 
The commitment of sizeable sums of tax funds to pri-
vate schools brings to the fore certain fundamental ques-
tions which need to be faced squarely, honestly, and fac-
tually, if certain kinds of developments are to be avoided. 
The first of such questions to be raised is whether the pri-
vate schools can continue to exist as private schools if they 
accept tax funds. It has been mainly because they were not 
accepting tax funds that they were relatively free from con-
trol by an agency other than the sponsoring body. This has 
made it possible for private schools to carry on programs 
which were different from the program of the public schools, 
and to appeal to a relatively select clientele. This has made 
unique programs possible. It is axiomatic that control fol-
lows support. It must be recognized, therefore, that once 
the state commits sizeable sums of money to the support of 
private schools, it will demand a corresponding share in the 
control of those schools' programs. The likely outcome of 
such a policy would seem to be that the private schools 
would become increasingly like the public schools. 
The second question then becomes whether supporters 
of private education wish the private schools to follow the 
public model. If they accept public funds, they should rec-
ognize that this trend for their schools is likely to be the 
outcome. 
The reasoning, which is now quite prevalent, that sup-
port of parochial education is an economic necessity, would 
seem to have distinct limitations. The history of public 
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support of educational institutions suggests that once the 
principle of public support is established, that support is 
likely to grow progressively, and public support eventually 
becomes total with a consequently complete secularization 
of the program and the school's becoming entirely a public 
school. The support of all private schools wquld gradually 
be shifted to the taxpayers entirely. Once that is done, .dif-
ferentials in salary schedules between public schools and 
private teachers, which now exist, would gradually be 
eliminated upon the insistance of the teachers in private 
schools. The outcome of partial public support would be 
eventual total acceptance of the responsibilit),ll for the sup-
port of schools from tax funds. The one factor favoring the 
argument of economic necessity is that the public respon-
sibility would be assumed more gradually and with less im-
mediate economic shock than would be true if all private 
schools were to close their doors and force public sources 
to assume all costs at the same time. 
The be6inning for the demand of equal salary schedules 
with public schools is already emerging in private schools 
which are located in metropolitan areas. It would seem, 
therefore, that the argument of its being cheaper to sup-
port parochial schools rather than providing facilities and 
teachers as part of the public school system would have 
only momentary validity. Taxpayers must face the reality 
that education of all of the children of all of the people is 
a public responsibility, and it would seem to matter little 
whether this responsibility is assumed through the existing 
dual or under a single school system. Whether the respon-
sibility is assumed gradually or immediately would seem to 
have little bearing on the ultimate total cost of that opera-
tion. 
A third fundamental question which must be faced by all 
citizens under such a program is that of by what criteria 
shall it be determined when a parochial school is : serving 
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a function which could not be assumed by the community, if 
the parochial school were to be closed? The answer to this 
question becomes the justification, at least in theory, for 
retaining the school, and revolves pretty much around the 
availability of facilities for the number of children involved. 
But the point is that someone must make the decision on 
whether or not a parochial school is necessary. It has been 
suggested that the State Superintendent of Schools should 
make this decision. It should be noted that this officer holds 
an elective, political office, and disinterested parties would 
raise the question whether any officer, who depends upon 
popular election, is likely to take an action which stands to 
alienate at least 15% of the electorate. 
A fourth and related question in this connection is that of 
how the fragmentation of schools by sects in a community 
could be controlled if funds for the operation were possible. 
This is precisely what has happened in some foreign coun-
tries, e.g. in Holland, when private schools became eligible 
for state funds on a basis equal to the state school system. 
It should be noted, too, that citizens in southern states have 
seen the private schools as a legitimate means of avoiding 
the effects of school integration, and there is no reason to 
assume that the same could not and would not happen in 
cities where there is a problem of segregation. Conse-
quently the private school could prove to be an out for what, 
to them, is a serious problem. Proponents of equal op-
portunities for all children should give serious thought to 
this possibility before the economic argument is accepted. 
It should be noted, also, that the i~plications of all. poli-
cies adopted should be thought through carefully before they 
are accepted because their ramifications can usually be 
dealt with more easily ahead of time than in retrospect. 
Briefly, then, it would seem not feasible to provide 
public funds for private schools without having those being 
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subject to public superv1s1on and control. Differences be-
tween private and public schools would gradually disappear, 
and support would gradually become entirely a public re-
sponsibility. If private schools were to close, the respon-
sibility for educating those children would immediately be-
come a public responsibility. If public funds are made 
available to private schools, the public responsibility would 
be assumed more gradually. The eventual outcome is highly 
likely to be the same; the difference lies in the speed with 
which the outcome would become a reality. 
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PROBLEMS IN ALASKAN RURAL EDUCATION 
Francis E. Cole 
As the airplane banked into the setting sun and began 
its approach to Barrow, I looked at my watch, It was 
9:45 PM. We would miss seeing the midnig~t sun this y~ar. 
Thus began my two years of teaching in the Eskimo 
village of Barrow, Alaska. They were two fascinating 
years, filled with new kinds of experiences and new kinds 
of frustrations. 
Alaska's rural educational problems are closely related 
to the factors of large geographic area and sparse pop-
ulation. There is so much natural potential in Alaska that 
is just beginning to be tapped, The North Slope oil strike 
is the latest example. Alaska will be in a "boom town" 
stage for years to come. This boom town situation, plus 
the fact that Alaska stretches from the Arctic Ocean nearly 
to Seattle, and from Asia to Canada, plus the fact that in 
all this area there are only approximately 500, 000 people 
poses special educational problems. Many of the people 
are Eskimo or Indian with unique educational problems of 
their own. 
To solve these special educational problems, there have 
developed three distinct, autonomous educational systems 
in the state of Alaska. 
In the larger towns and cities where there is a suf-
ficiently large population, borough school districts have 
developed. These administer the educational program for 
the immediate geographical area. Usually, this is K-12. 
They are the equivalent of our school districts, except their 
nearest neighboring district may be 500 miles away. 
To provide education for the many villages scattered 
outside the boroughs, the state operates a system of 11 bush11 
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schools. These are located in the small villages and gen-
erally offer grades 1-8, though in some few it is only 1-6. 
These villages may have air service only three times per 
week via Cessna 180' s, and no overland connection, except 
by snowmobile or outboard boat, with any other town. The 
supplies for these schools are generally delivered once a 
year, and frontier conditions prevail. During the fall of 
1968, the couple teaching at Nulato lived in a tent while the 
villagers felled trees and cut them into boards to finish the 
construction of the school. 
The state also operates all the on-base schools for the 
military personnel stationed in Alaska. These school sys-
tems offer grades 1-12 on the larger bases. The children 
of personnel stationed on smaller bases generally attend the 
local borough schools, and the smallest bases, such as 
radar sites, do not allow the service men to bring their 
dependents with them. The state also operates Beltz Vo-
cational High School. 
The third system is the one I was employed with. This 
is the Bureau of Indian Affairs, a part of the Department 
of the Interior. The BIA operates a system of "bush" 
schools such as those operated by the state. In addition, 
the BIA has large schools at Kotzebue and Barrow that are 
in the process of being developed into four-year high schools, 
and that offer a Beginners grade to help overcome the cul-
tural gap between Eskimo and white children starting 
school. The :3IA also operates four-year boarding high 
schools for those native children who cannot attend one of 
the borough high schools. One boarding high school is 
located at Mt. Edgecumbe, in the immediate vicinity of 
Sitka, Alaska. This is in the panhandle, or chain or islands 
that extend south from Juneau along the Canadian coast 
towards Seattle. It is about 2800 miles from Barrow. A 
second high school is at Salem, Oregon, and a third is in 
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Oklahoma. A boarding grade school is maintained at Wran-
gell, Alaska, south of Sitka, for those villa_ge schools which 
do not provide all the elementary grades or those who are 
educationally too weak to maintain acceptable high school 
work and need special tutoring. The boarding high schools 
also maintain remedial eighth grades for those students who 
arrive at the high school in the fall but need a little more 
work before tackling high school courses. 
It would be possible for some children to have spent 
six school years away from home by the time they graduate 
from high school. And because of uncertain flying weather 
and the great distances most students would have to travel, 
they are not allowed to visit their villages during the school 
year. Think of how you would have felt as a college student 
if you had no quarter breaks, no Christmas vacation, no 
weekends at home from September through May. Remember, 
these Alaskan children are still in elementary or high 
school. 
The more normal example would be that a student would 
complete the eighth grade in his village and then attend high 
school elsewhere. 
Federal funds are available for those natives who desire 
to continue their education into college work, but few do so. 
Several reasons account for this. By the time a student 
finishes high school, both he and the family want him to stay 
home for awhile. The parents generally have only a few 
years of formal schooling, and do not understand the need 
for more education. The boys feel that after high school 
they are needed to help the family hunt, fish, and trap. 
The girls feel that they are needed for housework, and are 
interested in marriage. And when they marry, they want 
a husband who is working. The youth feel that if they get 
a job that pays them enough cash to eke out their subsist-
ence mode of life, that is all they need. Besides, for the 
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boys, they can enlist in the military and see the world. 
In most of the villages, skilled labor is in small demand, 
and service occupations are almost non-existent. The people 
do almost all their own carpentry, plumbing, wiring, and 
repairs to anything they own themselves. Balanced against 
these pressures is the urging of one or two teachers to go 
on with their schooling. And this teacher is probably not 
really accepted by the village as the general rule is that 
· teachers leave after one or two years. 
This high rate of teacher turnover is one of the large 
problems. Many small "bush" schools get a completely 
new teaching staff each year. This, combined with the 
necessity of ordering supplies for the school 18 months in 
advance because of the shipping problems, does not lead to 
a continuing progression of new experiences built on past 
accomplishments of the students. 
There are two primary reasons for teacher turnover. 
First, many teachers hired by the BIA are looking for the 
adventure of teaching in the last frontier. After their two 
years are over, they leave. Second, the administrative 
details of a federal bureaucracy drive many teachers out as 
soon as their contract is fulfilled. 
The normal contract with the BIA is for two years, but 
not necessarily in the same school. The teacher is a fed-
eral civil servant. His contract is for a 12 month school 
year, with a paid vacation according to length of service, 
generally two weeks. The cost of moving to Alaska, stor-
age of personal property stateside, etc., are paid for> by 
the BIA. If the teacher quits before the end of the first 
school year, he must repay the government for these costs 
and pay his own way out. Few can afford to quit before 
the end of the first year. At the end of the first school 
year, the teacher can quit ·and only have to pay for shipping 
those items out he has with him and his own transportation 
costs. If the teacher completes two school years, the BIA 
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will pay for his shipping and transportation back to the 
point of hire. If the teacher signs for two more years, 
the BIA will pay the transportation costs for a turn-around 
leave to the point of hire, and back to Alaska. In addition 
the BIA offers 30 days educational leave per year, accruable 
to 60 days. Many,teachers use this in conjunction with their 
paid annual leave to go to school in the summers, taking 
them away from the village during the summers. Others 
apply for the various workshops offered by the BIA during 
the summers to augment their leave time. Most of the 
workshops are held in northern or western states where 
there are many indian reservations, again taking the teacher 
out of the village. 
Although schooling has been generally available to the 
Alaskan native for 50 years, he still does not graduate with 
equal skills as a white student. He has trouble reading and 
writing English. Part of this is due to the extensive use 
of the native languages in the home, but part of the trouble 
rests with attempting to place a typical white, middle class 
school in a foreign culture and expecting it to do the job. 
Dick and Jane readers simply do not portray situations with 
which the native learner is familiar. While work is being 
done to develop an Alaskan Reader, which will be relevant 
to Alaskan situations, it is still in the developmental stage 
and can not be properly evaluated yet. 
As a general rule, by the time a native graduates from 
high school he is two years behind hi-s, white counterpart. 
In summary, space is one of Alaska 1 s special educa-
tional problems. As the state grows, more and more of 
the bush areas will be connected by all weather roads and 
the concentration of population will grow. This will make 
larger, more efficient schools feasible. 
There is a pressing need to motivate native students to 
continue their education. They cannot continue for long to 
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live off the land and they cannot compete in the cities with-
out education. 
Alaska needs to halt the fantastic turnover rate in the 
rural schools. The students suffer from a lack of continuity 
in the educational process. A teacher who has lived in the 
village 5- 7 years has much more influence than those who 
stay 2 years. They become accepted and their opinions are 
considered. The villagers are much more reserved around 
people they do not believe will stay very long. Alaska needs 
to increase the emphasis on the University of Alaska's Rural 
School Project, where teachers spend a summer session 
learning about the problems of education in the bush. 
Alaska needs to consolidate the many branches of educa-
tion now operating. The BIA is turning over to the state 
as many of the rural schools as the state feels it can prop-
erly maintain and operate. Hopefully, some of the oil money 
will be expended along these lines. Alaska needs to estab-
lish more high schools closer to the home villages of the 
natives. Kotzebue and Barrow will aid greatly in this 
respect when they finally become full four year high schools. 
Other regional high schools are needed. 
Materials must be developed that are relevant to the 
Alaskan situation. These may even have to be developed 
to fit the local needs, as conditions vary so much from one 
part of the state to another. 
Purchased materials must be shipped to the schools 
more quickly, even if at greater cost. There is simply 
too big a time lag at the present before materials are in 
the classroom where they can be used. The use of air 
should be considered. 
When these problems are faced and solved, then Alaska 
will have contributed greatly to the educational process and 
we might even find applications for some of their solutions 
for our ghettos and reservations down here. 
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BOOK REVIEW: The Language Arts in the Elementary 
School 
Author: Ruth G. Strickland 
Publisher: D. C. Heath and Company 
REVIEWED BY: Joe Carey 
Almost two decades ago Ruth Strickland brought forth 
a classic work in the philosophy behind the concept of lan-
guage arts as an integrated whole. Two previous editions 
( 1951, 1957) became prototypes of numerous imitations 
spawned in the rivers of discontent with the teaching of our 
mother tongue in American schools. Each previous edition 
has been so comprehensive and utilitarian as to become 
11 cookbooks 11 for both beginning teachers, experienced teach-
ers, and curriculum workers. Based on sound principles of 
child development and progress made in education, each 
delivered to practitioners what was involved in teaching lan-
guage arts effectively. This comp!etely revised and greatly 
enlarged offering continues in the fine mold cast by the 
author, generally follows the same organization, but is 
bursting with materials, methods, and research findings of 
recent years. It also shows the changes in her own phil-
osophy as well as the changes of other leaders ofthe field. 
She buttresses her opinions, suggestions, and message with 
thorough references to current sources--especially in the 
field of linguistics- -and their contribution toward techniques 
to improve the teaching of reading, writing, and grammar. 
The reader at this point should be forewarned of the 
obvious bias of the reviewer who had the pleasure of being 
a student of Dr. Strickland at Indiana University as well as 
having her as his doctoral chairman. Much of the text is 
familiar to him and he can almost hear this great lady of 
educational leadership speaking. So would others of her 
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students of the past decade. A very minute part of the bib-
liographical research is this reviewer's - -especially in the 
field of language development in early childhood. 
In her preface Strickland admits to indecision as to what 
to do about two chapters of earlier editions on the general 
aspects of language growth and learning because of her rec-
ognition that in some schools prospective teachers learn 
much of this content in courses dealing with child psychology 
and developemnt. Fortunately for those education professors 
who rely on her book for general background and for in-
service teachers, she decided to retain and update them. 
They alone are worth the price of the book. 
The emphasis throughout is upon oral language. The 
author holds that oral language is the language and writing is 
but the marks we make with our fist (and machines) on paper 
to represent that which is spoken. Language is presented 
by her as a complex continum and heavy emphasis is placed 
on the need for a knowledge of the English language and of 
child development. It is Strickland's contention, oft re -
peated on the lecture circuit, that young children love lan-
guage and have a great deal of fun with it in their early 
stages but somewhere along the line become disenchanted 
with English and so often learn to hate it--at least as a sub-
ject in school. 
The language arts are considered both as somewhat sep-
arated components and as interrelated wholes. She sees this 
interrelatedness as concurrent with improved skills of com-
munication and gets down to practical problems regarding 
the purpose and nature of instruction in at least seventeen 
areas: background history and importance of the English 
language, language growth and development, listening, 
speaking, individual differences, vocabulary, reading, writ-
ing, grammar and usage, spelling, poetry, dramatics, the 
teaching of foreign language, education of the disadvantaged, 
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pre-school programs, and evaluation in the language arts. 
She even deals with interpreting the language program to 
parents, ·certainly a necessity for its success. When ap-
propiate, each area is given separate treatment for pre-
school, primary, and intermediate grades. Practitioners 
at each level might well dip into the other levels, as one 
might use potato chip dip, for help in understanding the child 
they are teaching as well as for techniques for teaching him 
at the point where he is. 
Evaluation in elementary language arts has always been 
a Strickland forte. She has authored many monographs and 
given many talks on this aspect. This book presents new 
and significant material and philosophy well flavored with 
the author's beliefs concerning the enjoyment of language by 
youngsters mentioned above and her research in oral lan-
guage. She deals briefly, but well, with the continuing pro-
blems relative to the inclusion of foreign language in an al-
ready crowded curriculum; public demands, how much time 
and at what level, who shall teach it, and the cost. A sub-
heading Strickland used could sum up the chapter and point 
toward the future: "Enthusiasm Tempered with Caution." 
As always she leans upon research we already have and 
points out needed research. 
Reflecting the times we are in, the vast amount of a-
vailable research, and the veritable inundation of materials, 
this book offers thorough assessments of significant exper-
imental programs and new approaches to teaching reading. 
However, continuing the thesis of interrelatedness, it is not 
intended as a text on reading methods. It might well serve 
as a review for experienced teachers and as a sampling for 
junior and senior high school teachers faced with students 
reading below their standards. 
English is our language, Strickland says (and it is the 
title of a language series). Yet youngsters graduate from 
secondary schools speaking and writing it poorly. Rather 
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secondary schools speaking and writing it poorly. Rather 
than a shortage of materials for teaching from the earliest 
years, she sees the attitude of teachers and methods em-
ployed as the major problem. She says that the teaching 
of language is too often highly formalized and divorced from 
adult use in far too many elementary schools at just the point 
of development when children have achieved sufficient power 
in the use of language so that they can begin to refine the 
quality of their personal language and extend its usefulness 
into new forms and fields. She suggests taking time, per-
haps at an intermediate grade, to analyze with the children 
how language functions in the adult world as motivation for 
intense work with language in the classroom. Children at 
this age are keenly interested in language and like to play 
with it. If they can understand the reasons for language 
work they are asked to do and are clear about its value in 
life outside the classroom, they can develop pride in their 
growing understanding of it and of their power to use it well 
in real-life situations. The author advocates the develop-
ment of an awareness that different situations call for di£ -
ferent levels of language, both oral and written. Teachers 
should help them acquire a "wardrobe of languages" from 
which to choose for suitable occasions just as we want them 
to acquire a wardrobe of suitable clothing and to learn to 
select from it attire appropiate to various occasions. 
Any discussion about teaching English eventually turns 
to grammatical usage. Indeed, all too often that is still 
(preceded by the word'"' correct") the goal of instruction in 
the language arts. Strickland deals with usage problems in 
many different places in this book, particularly oral lan-
guage. She points out that the child mirrors the language 
usage of his home and community. This usage is accept-
able to him and he has no other standard other than those 
of his culture, Usage which deviates from that of his cul-
ture, she says, may sound strange and different to him but 
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or amusing. The antidote: hearing quantities of good lan-
guage at school. 
Strickland draws heavily upon British research, meth-
odology, and philosophy. This reflects her vast acquaintance 
with British educators acquired during several intensive 
studies of England, wide study of British sources, and a 
great deal of work with British school people in this country 
at institutes, seminars, and workshops she has either di-
rected or played a leading part. Over the years she has 
immeasurably contributed to the teaching of our language at 
all levels. This has been as a researcher; director of re-
search; kindergarten, elementary school, university and 
graduate school teacher; writer; lecturer; NCTE officer; and 
friend of educators and educands. 
Each of the topics mentioned above are and continue to 
be researched thoroughly. The major findings expressed in 
the current literature may be found in this book. A highly 
selective bibliography accompanies each chapter. Use of 
this book would be profitable for the college learner in the 
process of becoming, teachers in the process of being a 
learner, and, perhaps most importantly, the teachers of both. 
If this reviewer had had this book available, a monu-
mental assignment in Strickland's langua,g"! ,1 ,•ts, research 
course a few years ago would have been much less formi-
dable. The title of that assignment? "What an elementary 
teacher needs to know about the English language in order 
to teach it better. 11 
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